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THIRTY YEARS OF PROGRESS IN PROFESSIONAL EDUCATION
The Annual Report of Dean James E.
Russell, of Teachers College
At the close of thirty years of service to the
cause of education, Dean Emeritus James E.
Russell of Teachers College, Columbia University, in his last official report reviews the progress
of professional education during that period. So
important a document in the literature of this
subject can hardly be abbreviated. Except for
a few short opening paragraphs, therefore, it is
reprinted in its entirety that readers may have
full access to his penetrating observations.
THE growth of professional schools is
perhaps the most striking characteristic in recent university history. A
comparison of the offering in professional
education today with that of a generation
ago shows that not only have professional
schools increased in number, but their facilities have expanded beyond bounds conceived as possible by the most enthusiastic promoters of professional training in any
earlier decade. In Columbia University,
for example, within the period of active administrative service of its present President
the three professional schools in existence
when he took office have been entirely rebuilt and six new schools established, with
teaching staff, equipment, and student body
that stand comparison with the best in their
respective fields. It is significant, too, that
this expansion within the University system
has not been at the expense of either collegiate or graduate instruction; Columbia
College and the Schools of Political Science, Philosophy, and Pure Science are
stronger and larger than they were when
they provided whatever was given by way
of fitting their students for the vocations
now represented in the newer professional
schools.
This development of professional education is the direct outcome, on the one hand,
of increasing wealth—the ability to pay
for expert service—and, on the other hand,
of the increasing complexity of modem life
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and the inability of most people to cope
with the forces that have been released
through scientific discoveries. Our international relations and the rise of corporations and of great industrial establishments
have affected our schools of law and business ; discoveries of the causes of diseases
and their preventive treatment are reflected
in the curriculum of the medical school; the
development of ore treatment to make lowgrade ores profitably available has forced
a new type of specialization in the school
of mines; the invention of new machines
for utilizing new discoveries gives new tasks
in engineering; the designing and building
of skyscrapers is a new problem in architecture; increasing competition in business,
in journalism, in pharmacy, and in dentistry,
as in every desirable vocation, bespeaks
some means whereby those who are willing
to fit themselves for superior service may
get adequate training; the increase in printed matter in every field, the growth of
specialization in every profession, and the
general diffusion of knowledge among all
classes of our population give an impetus
to the training of librarians; and withal the
pressure upon elementary and secondary
teachers to supply these higher schools with
better students and at the same time to
satisfy patrons and taxpayers that they are
getting their money's worth in better character and better citizens, is the raison
d'etre of the school of education. These
are merely examples of changes that have
been forced upon our professional schools
in recent years by conditions that have
arisen in the outside world. The willingness
of the public to absorb the graduates of professional schools and to pay them in proportion to their ability to render expert
service is the correlative factor in the development of professional education. Neither force operating alone could account for
the present situation in the American university.
But what is professional education? The
answer is that professional education as con-
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ceived today is not an initiation or introduction into some esoteric order. The professional worker claims no mystic gift or
mysterious skill that sets him apart from
his fellows. What he has can be acquired
by anyone with the requisite intellectual
ability who will follow the orderly progression prescribed for learners in his profession. All that the novice needs in his preparation is already in the possession of some
master, or can be found in print. It is the
business of the professional school to help
him on the way that the masters have trod,
to give him as much of the masters' knowledge as he can learn in the time at his disposal, to imbue him with their ideals, to put
him in the way of acquiring their skill, and,
if possible, to make him self-reliant in coping with new conditions and self-directive
in the advancement of his profession. In
other words, the professional school is a
short cut to an objective taken under guides
who know where they are going and how
to avoid the pitfalls that beset the path of
the lone traveller. The professional school,
therefore, is at best only one means of providing what is needed by the professional
worker. What he is and what he knows
when he enters the professional school condition the training that the school can give,
and what he is and what he does after he
leaves the school determine his professional
standing. Professional education does not
begin with the professional school, nor does
it end there. The professional school is
merely a section of the route which the
novice takes on the way to mastery in his
profession.
The continuity of the educational process through lower schools, the college, the
professional school, and on into practical
life, is responsible for much of the confusion of mind regarding the materials and
methods of instruction at the successive
stages of advancement. It is conceded that
a liberal education in the arts and sciences
is an essential part- of the equipment of
every professional worker, but it is some-
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times assumed that liberal education ends
with secondary school or college. Another
fallacious assumption is that professional
education has no place in the college and
ends with a degree from the professional
school. The fact is that whatever a man
learns tends either to liberalize or to degrade him, just as whatever he acquires
through study and experience is an asset
in his vocational capital. The difference
that exists between liberal and professional
education—and it is very real—is not primarily a matter of mental maturity or of
grade of schooling or of subjects of instruction; it is primarily a matter of attitude of
mind toward what is learned. In liberal
education, the question is what will the subject do for the student; the question in
professional education is what will the student do with the subject. In either case,
something happens to the learner and he
gets something that he can use, but very
properly the emphasis is put on getting in
the college, and on using in the professional
school. In the college this emphasis begets
an interest in a subject which finds its
fruition in devotion to scholarship in the
graduate schools. The same subject, taught
in a professional school, has a different use;
its purpose is not to round out the subject
in scholarly fashion, but to be of service in
professional practice. The problem of the
professional curriculum, therefore, is to
choose those subjects which have the most
direct bearing on practice, and to select
within each subject those materials which
can be best presented within the time allotted.
Professional schools, as constituted today, are offshoots of the college. Any
homogeneous group of students who desire
to enter a vocation that promises reasonable
security of tenure and satisfactory economic return can find somewhere a group of instructors to guide them and an institution
to sponsor their school. Long before this
stage is reached, however, the vocation has
been drawing on lower school and college
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for some of its equipment; the rest has been
supplied by apprentice training under master workmen. Our oldest professional
schools—theology, law, and medicine—grew
up outside the college in response to public
needs, but their students were nevertheless
products of the college, from which was
derived most of their intellectual sustenance. A survey of the vocations which college graduates enter nowadays will show
that many occupations in public life, trade,
and industry are in the position that law
and medicine and the other professions were
before the university set up its professional
schools. From this vocational fringe surrounding the college and through the collegiate system of elective courses designed
to meet individual needs, other professional
schools will sometime come into being.
The American college, therefore, may be
unintentionally but nevertheless actually is
making a large contribution to professional
education. College students with a professional bent may pick and choose for themselves not only the subjects which by an
elective system may be directed to their
future needs, but they may also offset the
systematic presentation of any subject along
scholarly lines by choosing to dwell upon
those parts for which they see some practical use. This is merely another way of saying that professional education is a matter
of learning as well as of teaching. The
mental set of both teacher and student must
be taken into account.
No subject in the curriculum of a professional school can be taught in its entirety; if, indeed, such a thing is possible
anywhere. The accumulation of materials
in every field of human interest is now so
great that the teacher of any subject at any
level is at his wit's end to know how and
what to choose. The only guide in the
professional school is the needs of the practitioner. The minimum standard is the preparation that best fits the novice to take the
next step on leaving school. Herein our
professions differ. In some, like law and
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medicine, the graduate of the professional
school enters upon a further period of supervised training under the eye of a master
who will tolerate no mistakes. In other
fields, like teaching, journalism, and pharmacy, the novice must stand on his own feet
from the first day of practice. The amount
and kind of technical training that should be
provided in the professional school is fixed
by these conditions. The one inflexible requirement is that what is needed in practice
must be taught. That school does best which
fits its products to take the successive steps
in their professional careers in confident,
intelligent, and skillful fashion.
A corollary is that whatever should be
taught is important. There can be no gradations in professional instruction comparable to lower and higher, or elementary, secondary, and collegiate, as found in the academic field; such distinctions exist only in
the development of a subject. Whatever
is needed in practice must be taught regardless of its simplicity or its complexity; it
may be easy or it may be difficult to learn,
but it must be mastered. This is the first
law in professional training; its application
does away at once with all deference to
academic traditions regarding the hierarchy
of subjects and of gradations within subjects.
A new professional school, an offshoot
of the college, naturally carries with it many
academic traditions. These traditions crop
up in admission requirements, methods of
teaching, examinations, degrees, student
government, and the like, sometimes to the
advantage of the professional school but
quite as likely to the detriment of professional education. The most serious transfer, however, is the carrying over of the
academic teacher.' A professional interest
and complacent willingness to accept a new
salaried position is not sufficient qualification for teaching in a professional school.
The academically minded teacher revels in
his subject; he classifies, systematizes, expands, and magnifies it; he has such im-
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plicit faith in its educational efficacy that
he believes no education complete without
it; scholarship is his ideal, and if he be a
good teacher, his students are swept along
by his enthusiasm. Such teachers are a
blessing in an academic institution, but they
make trouble in a professional school. Not
that scholarship is not wanted in a professional school, but it is scholarship based
on knowledge selected and evaluated in
terms of professional needs. Even the professionally minded teacher carries over some
of the tradition of his academic training.
As he accumulates more and more information within his field, he is tempted to
magnify the importance of what he knows;
his pride in his acquisitions, especially if
he engages in research, biases his judgment;
the last new discovery looms large in his
eyes—too large oftentimes for professional
needs. Indeed, it is as possible to present a
professional subject academically as to present an academic subject professionally. It
is wholly a matter of emphasis in the selection and evaluation of materials of instruction.
One other fundamental problem presents
itself in every professional school. It concerns the length of the curriculum. Here
again academic tradition tends to prescribe
certain intervals between degrees, but by
and large the time spent in formal training for any profession is fixed by the economic return that may be expected from
professional practice—not merely the return
in dollars and cents, but also the return in
human satisfactions. The school that prescribes too long a curriculum in comparison
with other schools runs the risk of losing
some of its best students and of keeping
the plodders whose only hope of success in
open competition is the advertising value of
an exclusive degree. Legal enactments or
the united judgment of prominent representatives of a profession expressed through
national organizations may go far toward
fixing the limits of professional training,
but the prospect of increased compensation
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for more expert service is the only safe
basis for raising standards in any professional school.
The problem of problems in a professional school is to find a way of giving to
students, in the limited time at their disposal, that knowledge and skill which the
faculty knows are needed for subsequent
professional advancement. There is vastly
more material available than can be utilized.
To meet new conditions or to make use of
new materials, there is need of readjustments which are not always easy to secure.
The first step is to modify old courses, generally by the process of addition without
subtraction. The next step is to introduce
new courses. Either method results ultimately in extending the hours of prescribed
duties beyond the ability of students to do
honest work. A notable example of this
tendency-was seen in the medical schools
a few years ago when upward of forty
hours a week were prescribed for class
work. The only sensible thing to do under
such circumstances was to reduce the prescription or to extend the curriculum. The
medical schools took both ways out. They
cut to reasonable length the number of hours
prescribed for class work and, being unable to extend the curriculum upward, they
forced it downward into the college by requiring a particular combination of courses
for admission. By virtue of the elective
system, the college has come to the rescue
of the schools of law, medicine, and engineering. Other pre-professional courses
will be set up in the college whenever the
other professional schools discover that they
are loaded with more than the traffic can
bear.
There comes a time, however, when further extension, either downward or upward,
is impossible. When these limits are reached, our professional schools will have arrived at the most critical stage of their development. They cannot do as the college
does—offer a choice of courses to suit individual preferences; there is but one choice

December, 1927]

THE VIRGINIA TEACHER

possible, and that is to choose to do what
the profession demands of its novices.
One hindrance to unbiased selection of
materials for instruction in a professional
school is a departmental organization of the
staff. Such an organization has the backing of academic tradition and is fostered in
the professional school by pride of ownership in a particular field. A sense of proprietorship is the natural reaction to consciousness of possession. The recognition
of peculiar responsibilities on the part of
some members of a staff is inevitable for
administrative purposes, if for no other reason ; the expenditure of funds, the equipment of laboratories, and the management
of clinical and hospital services are examples of duties that must be assigned to
responsible persons. It does not follow,
however, that such an assignment of duties
confers the right to build up a department
of the academic type. A department tends
to magnify a subject and to expand a field
of knowledge, a process proper enough in
an academic faculty or in the research work
of a professional school, but wholly out of
place in the regular course of instruction
of professional novices. The chief danger
of over-developed departments in a professional school is the reluctance of representatives of special interests to subordinate
their proprietary claims to the welfare of
the student body. The tendency is to check
claim against claim as though a curriculum
were an aggregation of departmental units
rather than a consistent whole. When faculty politics enters, the contest degenerates
into a game of give and take between departments in which pacifists suffer and progress is checked. Conservatism is the logical
result of self-satisfaction and the possession
of power.
Methods of teaching in a professional
school have undergone a marked change in
recent years. Blackstone's Commentaries
and systematic lectures on materia medica
were once staples of instruction in our elder
schools. Gradually this thrusting of funda-
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mental principles into the foreground has
given way to the case system and bedside
practice. If the old method tended to hide
the trees in the woods, the new method tends
to let the separate trees blot out the woods
altogether. A rational theory would preserve the integrity of both concrete and abstract factors in teaching. A professional
school is expected to develop special knowledge, attitudes, and skills in its students.
It must take into consideration both the
learner and the things to be learned. The
neglect of the learner's capacity to learn is
a cause of some troubles. The lower his degree of intelligence the more stress upon
minute direction and specific tasks. The boy
apprenticed to a master workman must be
shown what to do and how to do it, and
kept in practice until right habits are formed.
But at the other extreme, a student of
high intelligence who is capable of making
his own design may with greater assurance
be left to find his own way of execution.
The higher the degree of intelligence, the
less need of stressing elementary techniques
and the greater scope for self-reliance and
self-direction. No professional school can
escape the obligation of giving its students
the skills necessary to advancement to the
next step in their professional careers, but
it requires some acumen to determine how
much technical training is necessary at any
particular stage. Considering all that might
be taught, the limits of time forbid overindulgence in any phase of the curriculum.
Reduction in time devoted to technical training is correlated closely with increase in intellectual ability. By the same token, the
relative emphasis upon concrete and abstract
knowledge is primarily a matter of intelligence of the learner.
The mark of superior scholarship is the
ability to deal with abstract terms and fundamental principles. How to arrive at a
basis of judgment, how to decide whether
a thing is good or bad by reference to universals, how to analyze a situation and propose a plan for its modification, this is the

324

THE VIRGINIA TEACHER

aim of good teaching in its higher reaches.
The professional school that does not attain some success in bringing its students
up to this standard is little better than a
trade school. Students of superior intelligence can easily apprehend the fundamentals in any subject, and that without overmuch dependence upon their teachers; some
succeed in spite of their teaching. But all
students are not of that mental caliber;
some need help while learning to stand
alone. In general, it may be said that most
of our students need help and a good deal
of it. With most of them, generalization
comes late and by dint of much effort. From
the teacher's standpoint, the safest approach
is by way of concrete instance. Neither
philosophy nor religion comes by baptism.
Talking about fundamentals, lecturing about
general principles, by the teacher, is not
the same as understanding by the student.
What the learner gets from his instruction
is the only criterion of worthwhile teaching.
Methods vary with the subject, with the
teacher, and with the student. The search
for "method," some universal panacea for
all pedagogical ills, may be relegated to the
realm of quackery. What actually happens
with the "case method," the "project method," and the "laboratory method," and similar devices in teaching, is that a way is
found by which the learner gets a clear-cut
impression of a concrete instance. If then
the instance is typical of an important series
of facts, the learner comprehends quickly
the abstract concept under which all such
particulars are subsumed. It is the logical
way of learning through a psychological approach. The chief virtue in the process,
however, lies not so much in the method of
approach as in the selection of the case or
the project or the concrete instance. It must
be one that points directly at the generalization which is sought. The generalization
once understood, the way is paved for its
use in eliminating particulars which do not
conform to the standard. The danger in the
"case method" is that the fundamental prin-
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ciple may never be adequately comprehended ; whereas the fault in the systematic approach is that concrete instances may be
wanting in reality. The systematic method
copiously illustrated by cases and the use of
cases to arrive at fundamentals are but the
two sides of the same shield. Again the
emphasis falls on the choice of materials
of instruction, a choice dictated by the needs
of the practitioner rather than by way of
developing a subject.
It has been said that a person who lacks
a philosophy of life is like a mariner on the
high seas without chart or compass. Certainly a professional worker without an understanding of the principles of his profession has no reliable guide to professional
success. It is not enough that he should
be trained to act under conditions which
are familiar. Professional growth must
somehow keep pace with professional progress. The highest ideal sets a standard of
achievement which outruns immediate needs
and to which the practitioner may aspire
only after years of persistent striving. The
professional school that upholds such an
ideal and consistently directs its energies
to this end will surely inspire some of its
students to attain the heights of their profession. But not all students have the stuff
in them that makes leaders. Not all mariners are given an opportunity to stand on the
bridge or to use chart and compass. While
it is well to keep one's eyes on the stars, it
is the part of wisdom to watch the path.
In every profession there are minor positions to be filled, subordinate posts in which
reliable workers may give indispensable service, expert helpers on jobs requiring cooperative effort. A faculty that fails to
take into account the range of professional
service open to its graduates, or refuses to
consider the personal qualifications of its
students, is guilty of malpractice, however
high its ideals may be. A little common
sense mixed with ideals and standards and
honors makes a good combination. The
theorist in professional training needs the
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balance that only actual experience in professional practice can supply.
The problem of securing capable teachers
for a professional school deserves serious
consideration. The desirable qualifications
of an instructor are so numerous as to make
him a paragon of human excellence—a
gentleman, a scholar, a professional expert,
a teacher and philosopher. The emoluments of a teacher's job rarely equal the
pay of a third-rate practitioner. Faith in
youth and love of teaching are the chief
inducements to professorial positions. Parttime service by men in active practice can
be defended if their activities are confined
to what they can do best; but their best is
seldom revealed in good teaching, and never
in good management. A professional school
controlled by a faculty whose interests are
centered elsewhere is in reality an orphanage administered by benevolent sectarians.
Our best professional schools have rid themselves of philanthropic volunteers, but they
have not always succeeded in replacing them
with capable teachers. The best results are
obtained by giving to young graduates who
have the right personality and exceptional
ability an opportunity to advance in scholarship and to acquaint themselves with professional practice, either by supervised contacts with professional workers or by actual
participation in professional service. Young
men trained along these lines are then ready
for training as teachers. Unfortunately, this
phase of professional equipment is still in
the apprentice stage. At best, the novice
in teaching can hope for only occasional
visits of his superior officers, and too often
their criticisms are not constructive. He
works behind closed doors; he lacks the
stimulus to improvement that would come
from active competition with his fellows in
shop or in office or in the field. Experience
may bring confidence, but it is quite as likely to breed bad habits. Indifference to his
task, or dislike of it, ultimately quenches all
desire to excel. Just how such a situation
can be remedied it is difficult to see. No
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systematic plan of teacher-training is likely
to meet the needs of all professional schools.
Some instruction in the psychology of individual differences and the learning process
might have general application, and by proper criticism bad classroom habits might be
overcome; but the fundamental problem in
teaching lies in the selection of materials of
instruction and their presentation in such a
way as to meet professional needs. Inasmuch as our schools have little in common
by way of materials or professional needs,
it would seem that each one must work out
its own salvation. With ever-increasing
supply of new knowledge in every field,
with curricula crowded to the limit, with
the public demand for new professional
skills, it is apparent that the next step in
advance in professional education must
come through better equipped teachers.
The insistent appeal of society for increasingly expert service forces our professional schools to provide for specialization
along many lines. In medicine the specialist
has almost superseded the family doctor; in
law no one aspires to fame in every department ; in engineering there is sharp cleavage
between service in the line and in the staff;
in journalism the range is from business
management to editorial writing; in teaching every leader is a specialist, because he
stands alone. And, moreover, each specialty
implies research and investigation. The
search for information, the quest of discovery, not only is the means of defining
the limits of a new field of knowledge, but
it supplies a life-giving stream to the standard professional curriculum. Academic research may lead the investigator to take
more interest in his subject than in his students, but professional research is so intimately tied up with practice that, like charity, it blesses both him who gives and him
who takes. Obviously, a course for beginners is not designed to train specialists.
Whatever provision is made must be postgraduate.
Specialization of professional service is
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no new thing, but formal schooling for it is
a recent introduction. In most fields the
apprentice system still predominates; special
knowledge and skills are picked up by working with a master. Co-operation with hospitals and the development of research in
medical schools are beginning to offer a new
route to medical specialists; journalism finds
an opportunity in the difficulties encountered
by reporters in getting the chance to qualify
for special positions. Teachers College is
an outstanding example of a professional
school devoted exclusively to specialized
training. The reason is that in our lower
schools no systematic provision is made for
supervised training of teachers after they
leave the normal school, and little opportunity is given to qualify for higher positions. In some other professional fields
practitioners can get what they want without leaving employment or the expenditure
of funds. It follows, therefore, that graduate work in such professional schools will
be delayed. The time is coming, however,
with the advancement of research and highly developed techniques in practice, when
the facilities of the professional school will
outweigh the advantages offered by the master specialist.
Specialization presupposes some years of
successful experience in professional practice—the kind of experience that reveals
one's powers and, justifies one's ambition to press forward. It is not merely
age, therefore, but primarily a view
of life and an appreciation of professional
responsibility that come with age, which differentiate the postgraduate student from the
novice in training. The two kinds do not
mix well. When both are found in the same
institution, it is almost inevitable that the interests of one should be sacrificed to the
advantage of the other. My prediction is
that the Columbia schools of law, medicine,
engineering, business, and journalism will
eventually become postgraduate schools.
The present curricula of these schools cannot be lengthened materially without cutting
themselves off from the base of supplies,

[Vol. 8, No. 10

and it is idle to suppose that a genuine postgraduate school with its mature and selfselected students can be made a mere addendum to anything that now exists. Undergraduate professional schools may be
maintained indefinitely, if room and equipment and financial support are assured, but
no great university can fail to respond to
the obligation of using its resources first
of all for the education of those who are to
become the leaders in the strategic positions
of public life.
The fact that educational progress is conditioned by intellectual ability leads some
critics to denounce the work of American
schools and colleges. Comparison is made
with schools abroad—particularly German
schools under the old regime—greatly to the
disadvantage of our own institutions. It is
said that two years or more are lost somewhere between the primary school and the
university, and withal the foundation for
higher education is less securely laid. Be
that as it may, the criticism would be much
more worthwhile if its spokesmen knew
more of their subject. The American professor who spends a year or two in a German university is greatly impressed with the
freedom of teaching and the freedom of
learning that prevail in those institutions;
he sees students making their way with little
help and attaining a conspicuous standing in
scholarship, but he does not see what has
gone before the university experience and he
knows little of the forces that underlie the
social system.
The German schools under the old regime
—the old regime is the one always set up
as an example to us—were state controlled
and state administered. This direction,
even if supported by municipalities, was
according to state regulations; the curriculum was prescribed by state authority;
they were inspected and examined by state
officials. Their teachers were educated in
state institutions, licensed by state examination, appointed by the state, paid by the
state, and pensioned in old age by the state.
Probably no nation has ever had so com-
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petent a body of teachers as Prussia had in
her secondary schools before the war. They
were civil servants sworn to uphold the
government, and right well did they do their
duty. They knew exactly what to teach at
every step, and their methods permitted of
no excuses. Boys spent long hours in
school, and every hour was an instruction
period. The teacher's business was to teach
—not to hear recitations; the boy's task
was to learn what the teacher presented.
There was no need of textbooks with explanations and illustrations and worked-out examples. In mathematics the textbook was
a collection of problems; in history, a syllabus; in foreign languages, the literature
itself. Home work was a review of what
had been learned in class. The aim was to
have the boy learn what his superiors decreed that he should know, and to acquire
that knowledge with as few mistakes as
possible. And that no outside distraction
should interfere, the boy was the ward of
the school from the time he left home until
his return. Hence, parents had nothing to
say about what was done in school; visitation was permitted only on exhibition days;
admission to a public library was forbidden;
extra-curricular activities were restricted,
and even the publishing of a school paper
was forbidden. Finally, the boy's education
was topped off in the years spent in military
training. Such, in brief, was the making of
candidates for admission to the German university. Is it possible to conceive of an
educational system better calculated to beget dependence upon authority? This system, state-wide in its application and comprehending the education of all boys to the
age of nineteen or twenty years, made
Germany the fighting machine of 1914.
But dependence upon authority is not
synonymous with initiative, self-control, and
self-reliance that make for leadership. And
Germany did develop leaders of extraordinary capacity. How was it done? The
answer is, it was done in the German universities and higher technical schools and
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by methods diametrically opposite to the
methods of the lower schools. The German university required no attendance upon
its classes; it kept no records and held no
examinations in course; it paid no attention
to the habits or conduct of its students except in emergency; a student might keep his
name on the rolls for years and never meet
an instructor. Meantime the prospective
leader in public affairs was getting from
his student societies a training in what constitutes a conventional gentleman, how to
live his university life, how to meet his
equals and address his superiors, how to
deal with his enemies in the duel—a course
of training as elaborate and exacting as German thoroughness could make it. From
such experience one got self-control and
Muth, a term, in this sense, translatable
into English only by a slang phrase. Finally,
a time came when the state examination had
to be met—that gateway to every avenue
of advance in public life and professional
service, a hurdle set up by state authority
and designed quite as much to bar the unfit
as to select the best. For this test, the
candidate had to fit himself with whatever
aid he might get from any source. The
university offered the means, but the student had little help in using them. The man
who after years of academic idleness or dissipation could pull himself together and
finally win his goal was a man of power.
Initiative developed under the stress of
necessity, and with self-direction came selfcontrol and self-reliance. In this way Germany found her leaders. It was a ruthless
system, but there was always an over-supply
of raw material on which to draw. What
to do with the failures was a problem that
Germany never solved. Bismarck realized
its significance when he said that Germany
had most to fear from its educated proletariat.
Contrast this German mode of education
with our own. Schools open to children of
all classes, supported largely at local expense, directed by lay trustees, and con-

328

THE VIRGINIA TEACHER

trolled by public opinion; teachers poorly
trained and ill paid; textbooks like encyclopedias; libraries, movies, and the radio at
everyone's disposal; games and sports a
major interest. The only method of teaching that adults of this generation would recognize as typically American was the recitation, the repetition in class or on examination of materials assigned for home study,
a method that encouraged guessing and
made class work a contest of wits between
teacher and pupil. But, whatever its faults,
it did one thing well: it developed initiative
in American youth—it made them bold and
daring, willing to take chances, ready to try
anything once. It fits a new country that
has need of pioneers. It is a debatable question whether schooling determines a people's characteristics or is determined by
them. It is clear, however, that our type
of schooling has been characteristically
American. Modification will come in time,
but revolutionary change is inconceivable
so long as our education is of the people,
for the people, and by the people.
Leadership in the future will not come by
chance. Scientific precision will replace
guesswork. Exact knowledge must prevail
in high places. Something may be done to
improve scholarship in our secondary
schools on the part of those who can use it,
but the American secondary school has other
duties beside the making of scholars. Granting the necessity of scholarship, the heaviest
load must be carried by our colleges and
university schools. They have no need to
encourage initiative in thought or action in
their students; young Americans exhibit independence enough when left to themselves.
But what our students do need is to learn
how to study, how to do straightforward,
logical thinking, how to round out an intellectual task in scholarly fashion; in a word,
they need discipline in learning. The only
way to attain this result is by straightforward instruction under a master. Desultory teaching with the assignment of tasks
to be done at home will not do it. Threats
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and browbeating will not do it. University
teachers might well learn a lesson from
business, where the responsible heads train
their subordinates in all kindness, but tolerate no mistakes and permit no guesswork.
The oversight of students in the American university is fully justified, its practice
of requiring class attendance, quizzes, and
examinations, its emphasis upon personal
contact between teacher and students—all
these peculiarities of our higher education
are fully justified, if good teaching holds
the student to his job. No apology is necessary for our failure to use French or German methods in our higher schools, unless
we are willing to adopt the European
straight-jacket in our lower schools.
This sketch of the principles underlying
professional education is a summary of the
experience gained in thirty years of association with my colleagues in Columbia University. While no one school may have faced
all the problems here presented, every
question has been put to some school. A
digest of the annual reports of the several
Deans would read like a commentary on the
subject. The reports of President Butler
are most illuminating; his clear-cut exposition of the philosophic basis of all education has been a standing challenge to progressive endeavor in every department. The
development of Teachers College has been
a practical illustration of these principles.
We have faced new conditions in public
education— unparalleled growth in school
attendance, extraordinary increase in school
expenditures, new ideals, new curricula, and
new methods of instruction—and have set
ourselves the task of training leaders for
this new service; we have gradually eliminated young students in favor of those who
have had the best that the college and normal school can give preparatory to actual
experience in teaching; in dealing with specialists we have abandoned all set curricula
in the effort to meet the needs of each individual; we have avoided a departmental
organization; and we have emphasized re-
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search and investigation far beyond the usual practice in professional schools. What
is known now in every field is so much in
excess of a student's ability to acquire in
the time at his disposal that our chief problem is to choose what is most useful. This
challenge to the professional acumen of our
staff is the legacy I leave to my successor
and his colleagues in full confidence that
they will carry on in the spirit that has
characterized the work of the past thirty
years.
STANDING COMMITTEES OF
CITY BOARDS OF EDUCATION
THE tendency among city boards of
education is to reduce the number of
standing committees or to abolish
them. Of 41 boards of education in cities
of 100,000 or more population reporting
to the Bureau of Education in 1917 only 3
had no standing committees; of 55 boards
of education in cities of this size reporting
in 1927, 21 have no such committees. The
average number of standing committees in
each of the cities reporting in 1917 was
5.6 and the average number in the cities
reporting in 1927 is 3.4,
Of 25 boards of education in cities of
100,000 or more population reporting both
in 1917 and 1927, 11 have reduced the number of standing committees, and 9 have
abolished them or else have constituted the
board as a committee of the whole. Five
have increased the number. The average
number of standing committees in each of
these 25 cities in 1917 was 6.4 and in 1927
the average number is 3.5.
Of 131 boards of education in cities from
30,000 to 100,000 population reporting in
1917, only 12 had no standing committees;
of 140 boards of education in cities of this
size reporting in 1927, 35 do not have such
committees. The average number of stand-
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ing committees in each city reporting in
1917 was 5.9, and in 1927 the average number is 4.2.
Of 56 boards of education in cities of
30,000 to 100,000 population reporting both
in 1917 and 1927, 24 have reduced the number of standing committees, and IS have
abolished them or constituted the board as
a committee of the whole. Seventeen of the
56 cities have increased the number of committees. The average number of standing
committees in these 56 cities in 1917 was
6.2 and in 1927 the average number is 4.2.
In all, about 30 different kinds of committees are reported by both classes of cities.
Besides the usual committees on finance,
buildings and grounds, textbooks and supplies, and teachers, some boards of education have one or more of the following committees ; Evening schools, courses of study,
medical inspection, truancy, library, athleletics, grievances, rules and regulations,
manual training, executive, cafeteria, discipline, retirement, legislation, extra curricular activities, special education, auditing,
Americanization, elementary schools, and
high schools.
How many and what standing committees
a board of education should have is a question that every board of education must decide for itself, but the tendency is to reduce
the number of standing committees or even
to abolish them. Authorities on school administration recommend that standing committees be abolished.
The following extracts from city school
survey reports prepared within the past few
years indicate the general attitude of authorities on city school administration in regard
to standing committees:
"The practice of school boards to appoint
standing subcommittees to whom various
executive and technical functions may be
delegated is now happily passing away
throughout the country. There are various
reasons for the disappearance of such subcommittees to school boards, but two of

